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Abstract 
Starting from the existing literature on the topic of “different roles of a teacher in the classroom”, my paper tries to 
answer the following question: What roles can be identified in didactic communication, at pre-school and primary 
school level? I have searched for the answer to this question in the opinions of pre-service teachers and of the 
mentors who coordinated their pedagogical practicum. The result was a hierarchy of the identified roles and of their 
quality, a starting point for future paths for improving the initial training of pre-school and primary school teachers. 
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1. Introduction 
While communicating, each and every person involved in a speech act shows his “positive face” to 
his/her advantage – those qualities he/she finds appropriate to that context and best suited to his/her 
interlocutor’s peculiarities and relational type. In didactic communication, the emphasis should be more 
on the roles that teachers might undertake while communicating with children of certain ages. Therefore, 
attention should be given to this aspect related to initial training of pre-school and primary school 
teachers. This is, after all, the premise of my study, based on the qualitative analysis of information 
collected from interviews with mentors and pre-school and primary school pre-service teachers (2nd and 
3rd year students of the Faculty of Psychology and Educational Sciences, Iasi, Romania).  
The objectives of my study are: (a) to identify the roles that mentors and students noticed in didactic 
communication during pedagogical practicum organized in kindergartens and primary schools; (b) to 
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identify improvement directions to follow on the initial training of pre-school and primary school 
teachers, with a view to undertake optimal roles when communicating with children. 
2. Theoretical approaches 
The topic of the roles that a teacher should play/plays in didactic communication is taken into account 
in specialised literature, especially (a) from the point of view of one’s involvement in the organization 
and development of the instructive-educational endeavour and (b) from the perspective of positive 
features that a teacher should make proof of in one’s activity with children. This is the starting point for 
the directions that I will develop, sketching the theoretical background of the chosen topic. 
Therefore, one of the study directions underlines the qualities of a teacher, including playing roles 
during connecting/communicating with children. These positive features identified in specialised 
literature (associated, in most papers, to the teacher of the future or to the future teacher) can be organized 
in the following way: (a) personal – ”being consistent, self-confident, self-aware, hopeful, experienced, 
responsible, humanistic, optimistic, self-assured” (Erginer & Dursun, 2009, p. 1391-1392); (b) 
social/relational – “being kind, flexible, […] fair, patient, affectionate, soft-spoken, charismatic, [...] 
objective” (Erginer & Dursun, 2009, p. 1391-1392), adapting oneself to the individual characteristics of 
children (Major, 2006); to show “respect, self-control and collaboration” in class management (Tonkin, 
Jordan, & Stiff-Williams, 2011, p. 2); but the most important aspect remains the affective relationship 
with children (Hamidi & Bagherzadeh, 2010); (c) professional: ”to act well-planned and programmed, to 
master the field, […] to give priority to education rather than instruction, […] to be a guide” (Erginer & 
Dursun, 2009, p. 1391-1392); to prove “a consistent level of reflective practice” (Tonkin et al., 2011, p. 2) 
and a positive attitude towards one’s profession (Ceylan, Ulutaú, & Ömero÷lu, 2009); (d) behavioural – 
“acting like parents, […] being a leader/coach, […] having a sense of discipline which includes love and 
authority together” (Erginer & Dursun, 2009, p. 1391-1392); (e) communicative – to speak their mother-
tongue correctly, coherently, to be “open to criticism, transparent, emphatic, flexible, open to dialogue 
and critical” (Erginer & Dursun, 2009, p. 1391-1392). 
In other specialized works, the starting point is represented by a certain role attributed to a good 
teacher, role that implies some necessary features: (a) the teacher’s role as “professional”, whose qualities 
(cf. Hamidi & Bagherzadeh, 2010) are all under the name of “professional skills” (cognitive, emotional, 
operational abilities etc.); thus, the presented features – organized in distinctive categories, from the 
previously-quoted papers – also appear in this case connected to the professional feature of teacher’s 
personality; the same role of “professional” is linked to the roles implied by “Dance Metaphor” – the 
roles of “Choreographer”, “Director” and “Dancer” (Krussel, Edwards, & Springer, 2004, p. 310); (b) the 
teacher’s role as a “facilitator” of learning for children (McCombs & Pope, 1994); (c) the teacher’s role as 
a “motivator”, role which supposes that “teachers […] should know each student and their personal needs 
and interests […], creating a safe, trusting, and supportive climate” (McCombs & Pope, 1994, p. 30); (d) 
the teacher’s role as a “guide”/“consultant” and “psychologist” (Hamidi & Bagherzadeh, 2010). 
3. Method and analysis 
Method: my study reflects the qualitative analysis of the answers received during semi-structured 
interviews that I conducted with mentors and with pre-school and primary school pre-service teachers. 
Participants: the study included 18 mentors/Romanian pre-school and primary school teachers (10 pre-
school and 8 primary school teachers) and 20 pre-school and primary school pre-service teachers, from 
the Faculty of Psychology and Education Sciences, Iasi (10 students from the 2nd year and 10 from the 
3rd year, 2010-2011) who volunteered to participate. 
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The structure of the interview: I started from a basic structure of the interview, containing questions 
referring to the rapport “to be” (“what the respondent noticed during pedagogical practice”) – “what is 
desired” (“what the respondent considers would have a better result”). The purpose of the asked questions 
envisaged two main ideas: (a) the roles that students assumed most frequently during pedagogical 
practicum, that is the roles which, according to the interviewed persons, would (better) be assumed in 
communication with pre-school/primary school children (3.1.); (b) positive features that students attested 
in their activities/teaching lessons that they had during pedagogical practicum, respectively features that a 
teacher should prove while communicating with pre-school/primary school children (3.2.). The feature 
“what would be desired”, to be detected in each of the two directions of analysis taken into account, is 
also the starting point of other possible improvement directions of initial training. 
Procedures: taking into account the fact that I had two categories of interviewed people (students and 
mentors), I adapted this basic structure to the specificity of each category. Thus, students were asked to 
take into account their experience accumulated during pedagogical practicum while providing answers 
(what roles they and their colleagues assumed and what qualities they attested more frequently while 
communicating with children, respectively what they noticed to have a bigger educational impact in 
similar contexts). Mentors were asked to identify and provide examples regarding the roles assumed by 
students during pedagogical practicum, respectively positive features, but also the roles and qualities that 
the mentors considered they should have been proven by students in their taught activities/lessons. In 
order to facilitate processing information, I gave numbers to the transcription of interviews on categories 
of respondents: for pre-school teachers (Ps) – from 1 to 10 (Ps/1, …, Ps /10); for primary school teachers 
(P) – from 1 to 8 (P/1, …, P/8); for 2nd year students (S2) – from 1 to 10 (S2/1, …, S2/10); similarly for 
3rd year students (S3) – S3/1, …, S3/10. 
Analysis: teacher – child relationships and the different roles of a teacher in the classroom are very 
important aspects on the initial training of pre-school and primary school teachers. In this respect, I have 
structured the mentors’ and pre-service teachers’ answers along two directions: “to be” and “to be 
desired” in pedagogical practicum. The qualitative analysis that I propose in this study reflects two 
features: the roles assumed by pre-service teachers during pedagogical practicum and mentors’ opinions 
about these roles, as a premise for further development in the initial training of teachers. 
3.1. The roles assumed by pre-service teachers during pedagogical practicum: “to be”/“to be desired” 
Among the roles most frequently assumed by students while communicating with pre-school/primary 
school children (“to be”), the dominant role was that of “teacher” (corresponding, in the specialised 
literature, to the roles of a “professional”, a “guide”, a “facilitator”), role identified both by students and 
mentors (pre-school and primary school teachers). This role is associated by respondents with the idea of 
“duty”/“responsibility”, but also with the status of “model” imposed by the mentor. Except for this 
feature, the roles identified by various categories of respondents have a different order (without always 
having a correspondent in what has been theorized so far in specialized literature), as it follows: (a) 
according to the opinion of 2nd year students, the “hierarchy” of roles assumed during pedagogical 
practicum is: (1) “teacher”, (2) “friend”, (3) “parent” or “elder sister” (only two students assumed these 
roles in different contexts that facilitated relational transfer: one of the students is a mother, while the 
second has a pre-school brother; this hierarchy was confirmed also by the mentors who assisted at these 
students’ activities; (b) 3rd year students identified the roles of (1) “teacher”, (2) “friend”, (3) “elder 
sister”; (c) mentors/primary school teachers identified, in the lessons taught by students during 
pedagogical practicum, only the role of “primary school teacher”, though their expectations were directed 
more towards the roles of “friend”, respectively of “brother/elder sister”. 
316  Angelica Hobjil / Procedia - Social and Behavioral Sciences 33 (2012) 313 – 317A. Hobjilă / Procedia - Social and Behavioral Sciences 00 (2011) 000–000 
The received answers were, in some cases, more nuanced; respondents did not limit themselves to 
simply naming the detected roles during pedagogical practicum. Thus, there have been associations 
between the role of “friend” and the idea of creating a communication bridge of winning children’s trust 
and friendship (S2/1, S3/3), and also links to the differences noticed between students from different 
years: “those from first year [who only have observative practice] behave more like an elder brother/sister 
or friend, those from terminal years (who had to teach classes) generally adopt the role of teacher” (P/2). 
There were also extreme examples: “I do not believe that students played any role, I consider that most of 
them were stressed and inhibited” (P/5); other answers avoided creating hierarchies, underlining the idea 
of adaptation to the context: “I believe that, according to the group/class I was in, I behaved as a teacher, 
as an elder sister or as a friend. This depended on the specificity of the activities done with children, but 
also on the connection established between me and pre-school/primary school children” (S3/7). 
Regarding the “expected to be”, the role of “teacher” remains dominant. Depending on different 
categories of subjects, answers are nuanced, as it was for the first analyzed factor. Thus, 2nd year students 
consider that the biggest impact while communicating with children is that of a teacher or a friend. They 
also consider important to alternate roles: “in order to have results while working with children, one 
should  be  a  teacher,  a  collaborator  and  a  friend  of  children”  (S2/4);  “the  biggest  impact  was  that  of  
combined roles: teacher-parent-friend” (S2/8).  
3rd year students preserved, in their answers, the hierarchy of “to be”: (1) “teacher”; (2) “friend”. 
Moreover, they contextualized – through examples – certain roles: “I believe that it depends on the 
situation. There are cases in which the role of teacher had a very big impact. Other situations such as: 
giving a piece of advice, offering a helping hand, making pony tails to a girl, making bracelet together 
made the role of friend/elder sister more efficient” (S3/7). Even mentors (primary school teachers) 
consider that the role of “teacher” is “multifunctional” (P/1), “facilitating learning” (P/3), asking for 
respect and making children get closer to the teacher ”through their attitude, behaviour in front of the 
class” (P/5); another role (that of “parent”) is mentioned briefly in the answers of primary school teachers. 
Mentors (pre-school teachers) gave more nuanced answers, contextualizing roles more than the other 
respondents. They identified two categories of roles (which are also found in specialized literature, 
sometimes having different terminological expressions): (a) roles reported to the organization of the 
instructive-educational endeavour: “actor, director, script writer” (Ps/3); the role of “expert” or “learning 
guide (role of experimented adult)”; the role of “judge” or “negotiator” (in the case of the existence of 
conflicts between children); the role of “policeman (to signal situations in which rules are broken)” 
(Ps/8); (b) roles which suppose a certain type of relation with children: the role of “parent” (in the case of 
children who have an inadequate socio-affective behaviour); the role of “friend” or “confident” in 
interpersonal individual relationships with pre-school children (Ps/8); respectively the  contextualization 
of this relationship, being considered normal for a student to behave – while communicating with children 
– “like a teacher, like a friend, like a parent – depending on the context” (Ps/6). 
3.2. Positive features attested by pre-service teachers during pedagogical practicum: “to be”/“to be 
expected” 
Regarding the “to be”, respondents placed positive features attested by students during pedagogical 
practicum in the following: (a) affective field: “kindness, affectivity, humour” (S2/1); “patience, 
enthusiasm, positive energy” (S2/6); “calm, equilibrium, joy” (S2/7) – this feature is explainable, in the 
case  of  2nd year students, giving the fact that they had pedagogical practicum at kindergarten; (b) 
relational field: “being correct, strict, friendly” (S2/9); “optimism, openness towards children” (S3/1); 
“objectivity, determination, sincerity” (P/2); “order, joy” (P/3); “sociability; very high degree of 
involvement in activities; respecting the specificity of pre-school/primary school children” (S3/7); (c) 
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communicative field: “the usage of an adequate pitch, the usage of vocabulary that is accessible for pre-
school children” (S3/2); “correct diction, the correct usage of non-/paraverbal language” (Ps/6). 
The feature “to be expected” refers again to and completes the directions taken into account, by adding 
the field of specialisation and also the necessary qualities for every analyzed direction: (a) affective field: 
“compassion and love towards children” (S2/3); “a little of what is called maternal feeling” (S2/4); “care” 
(P/6); “moral and affective support” (S3/7); “emotional intelligence” (Ps/8); (b) relational field: “sense of 
humour” (S2/6); “altruism” (S2/1); “politeness” (S3/1); “cooperation; availability” (S3/7); “consistency in 
respecting rules” (Ps/1); “being constant in statements, distributive attention” (P/2); “empathy” (P/4); (c) 
communicational field: “the usage of a corresponding vocabulary adapted to age specificity” (S3/4); 
expressiveness, clarity (S2/6, Ps/1, P6 etc.); “good listener, good negotiator” (S3/6); immediate feedback 
(S3/8); capacity of adaptation to the interlocutor/context (Ps/6); (d) the field of preparation for 
specialization: knowledge of scientific content (S2/3, P4) and of class management (Ps/4); psycho-
pedagogical preparation and general knowledge (S2/7, S3/6 etc.).  
4. Conclusion 
The main roles in didactic communication, identified – within the pedagogical practicum – both by 
teachers and students, are: “teacher”, “friend”, “parent” and “elder brother/sister”. However, the answers 
underlined some differences between “to be” and “to be expected”, concerning the roles that teachers 
assume/should assume in their communication with pre-school and primary school children. The feature 
“to be expected” is a premise for further development in the initial training of pre-school and primary 
school teachers. Consequently, I propose the following improvement directions: (a) the approach, both 
during courses/seminars and in the discussions student – mentor, of the topic of the roles that a teacher 
should assume, according to the context, in the classroom; (b) organizing pedagogical practicum activities 
in areas with different social/economic backgrounds, in order to diminish the difference between what 
students see in kindergartens/schools where they have the chance to do their pedagogical practicum 
(considered elite) and what they truly find in classes where they will teach after graduation; (c) the 
organization of as many simulation didactic activities inside seminars, followed by discussions on 
positive (vs. negative) features attested by students in specific sequences and assumed roles etc. 
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